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PROGRESSIVE TENDENCIES IN EUROPEAN 
- EDUCATION. 




INTRODUCTION. 


■' I spent November and December, 1922, *and’ January, 1923, in a 
tour of European experimental schools. 1 was accompanied and 
assisted by my wife and two ^experienced and well-trained teachers 
from my own schools. 

. Our general method was as follows : 

Before leaving America we got as much information as possible 
as to European experiments. I procured Ferrifere’s new book, 
“ Dficole Active,” in which he discusses in detail a number of ex- 
perimental schools. We obtained the addresses of several leading 
European educators. 

On entering a country we interviewed some' educators and found 
out from them the schools which they considered the best expressions 
of progressive educational thinking. , Each sjchool- we visited, each 
man we interviewed, suggested other schools and other men. We 
went'to every country that gave promise of yielding examples of 
experimental schools" We did not aUempt to visit every expei’i- 
mental school, but to visit every type in each country. In Germany, 
because of the Christmas holidays, jve failed to'visit two types which 
. were probably valuable and different from those of other countries — 
the Versuchschule and the Begabte Schule. The former is a school 
set aside by a city (such as Dresden) for trying out new ideas for 
the benefit of pther schools. The latter is simply a' secondary school 
for unusually gifted children, differing from others in that>adm'is- 
sion is by competitive intelligence test, but probably^ not very differ* 
ent in methods or administration. 

We were udkble to get passport vises into Russia, in spite <ff every^ 
possible effort. Otherwise we did not consciously miss any im- 
portant , experiments. 

• We visited five experimental sdiools in England, four in Belgium^ 
three in Holland, two in France, three in Switzerland, one in Aus- 
tria, two in Czechoslovakia, and one in Germany. 'We talked with 
teachers, principals, school^ inspectors, superintendentis^ ' normal 








2 


PROGRESSIVE TENDENCIES 


school instructors, members oi university faculties, editors of school 
journals, and parents. 

In visiting a school we usually separated, the four of us going. into 
four different rooms. We watched classes, talked to the children 
and teachere, and had long interviews with the person responsible 
“^or the experiment. 

. We did not attempt any statistical study or survey* of any of the 
schools. OuF purpose wasyg^ply to find out what educational ideas 
were back of the experime^how^in general, these ideas were being 
carried out; and what wa»the per^nal opinion of the people most 
closely concerned as to the results 6f the experiment. Not one ex- 
perimental school in all Europe was experimental in the strictly 
scientific sense of the word. Miss Mackinder’s, in London, was the 
only one that tried to measure its results objectively. Nevertheless, 
the ideas back of the schools were frequently based on careful psy- 
chological study, and the qualitative results were often obviously 
good. 

We were not attempting a thorough and scholarly study qf any in- 
dividual school. Our whole effort was to discover the progressive 
educational tendencies in Europe and to find typical examples of 
these tendencies. 

The following is a report of what we found ; . . • 


PROGRESSIVE EODCATIONAL XENOENCIXS IN- EUROPE. 

* ■ 

Europe is educationally alive. It is true that in the countries 
where therd is high centralization of control the npn^ber of educa- 
tional experiments is limited; it is true that the rank and file of 
teachers, while better trained than the majority ojt American teach- 
ers, are much less cognizant of the existence or desirability of intelli- 
gence or achievement tests; it is true that few universities in Europe 
have anything corresponding to our departments of education; it is 
true that with one or two exceptions in England ohe'^nds no bureaus 
of educational research in the cities pf Europe. Yet, in spite of these 
lacks, there are a number of lines of educational endeavor of impor- 
tance and interest to any serious student of education. We in Amer- 
ica know far too little of what our colleagues in Europe are doing. 
They profit by some of our experience, and we could profit richly 
by theirs. ^ . • 

It ijs ..possible to group the progressive tendencies of European 
education under seven heads, as follows, each of which will bi dis- 
cussed separately: 1, Landerziehungsheime, or “inew schools”; 2, 
Handwork; 3, Self-government; 4, Individual instruction; 5, Group 
instruction; 6) Freedom; 7» Beseacch schools and classes. , 
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These country boarding schools, scattered through England, 
France, Switzerland, and Germany, have perhaps less to give Amer- 
ica than any of the other European educational experiments. We 
are so completely dedicated to the free day school that there is no 
likelihood of an extensive development of the Landerziehungsheime 
idea. Edward Rumely, some years ago, inspired by Cecil Reddle’s 
“Abbotsholm” and the school at Glarisegg, Switzerland, founded 
Interlaken at La Porte, Ind., in an effort to carry but the same ideal, 
but the idea has not spread. ^ 

Yet in our tendency to increase, the length of the school day, to 
include shopwork, gardening, and play activities in our public 
schools in America,' we are giving expression to the same desire as 
that which actuated Reddie and Badley.and Lietz in their pioneering 
efforts some 30 years ago. 

- These “ new-ischools”^ strive to bHng'about the complete develop- 
ment of the individual. They are not primarily concerned with 
* scholarship; they are interested in sports fa:r more than most con- 
tinental European schools, but less than the English “ public schools.” 
They invariably include manual activities. 

The school at Glarisegg, Swi^erland, is typical. It is the -direct 
result of the influence of Cecil Reddie in England and Lietz in 
ijermany. It has long been established. It is small enough to be 
under the direct supervision of its dii^ctor. 

The boys live in small rooms — ^the older qnes two in a room, the 
youn^r ones four. They decorate the rooms to suit ^emselves and 
make them homelike — nothing of the bare dormitories here. They 
start each morning with a cold shower and some vigorous exercise, 
then after breakfast have regular lessons. 

After lundheon the boys have shopwork and gardening and games. 

A wide variety oLactiyities is open to them — some 15 or 20 kinds of 
manual activity. There are reasonably well-equipped shops, for the 
work, not with expensive equipment, but providing the essential 
tools and plae.ea to work. The purpose is not prevocational training, 
^ut self-expression. The shops are an outlet for the energy and 
activity of the boys, an opportunity to use their creative powers. 
The boys make things for themselves, for their rooms, for their 
parents, with complete f^dom. They also make mo8b of their . 
^scientific apparatus. There -is no set course of handwork, no re- 
quired sequence of activities. ' ' ' / 

The situation of Qlarirngg fosters outdoor sports. Every now 
and then the program of the school is suspended and all go cut for 
winter sports or for an excursion. . ' 
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' • Tho^acad’cmic work is floP unusual, it being in other activities that 
. the new schools show educational progfesS. 

The internal organization of Glarise|gg consists of a number of 
unladed groups oi boys unde® the direction of diffei^ent faculty | 
members. .The academic w<jrk, however, is graded and depart* 
inentalized quite' independently of these' “ family groups.” Each ^ 
boy chooses for bim’self into whicl|*group he’ shall go. The faculty 
member, whpm he selects becomes His guide and adviser; the other 
members of his group become his special companions. The groups 
vafy in size according to the popularity of the faculty members, ' 
usually ranging between 8 an'd 20 bdys to a group. ^ j 

Glarisegg, like the other new schools,” is trying to achieve com- ! 
pletely rounded development of the individual. Its academic work ' 
is as wel> done, as that, of ordinary schools, and in addition this i 
^ school tries to develop the body and character and personality of the 
boys td the utmost. * 1 

The influence of the faculty member in, charge of each group is i 
one -of the most important factors in ‘character development. The ■ 
pcO'ailing tone and atmosphere of the school is equally important. 
The wide choice of activities helps to bring out special native* abili- 
ties and interests. 

The healthy outdoor life, the regularity of-\lourhNthe balanced 
day, with mental work, physical work, and play, all tehd-to make 
the boys healthy and strong. One can not fail to be impressed by the 
sturdiness, courtesy; and pneral alkround development of the boys 
in this school. 


And the other Landerziehungsheime are •of the’ same sort. We 
made no effort to visit all of them. In Germany there are three 
'founded by Lietz and there are Odenwald, Wickersdorf, and others; 
in Switzerland, besides Glarisegg, there is Hof-Oberkirch. ’ Jn 
France the beat known and oldest is I’ficole dee Roches, and there 
.are half a dozen others. In England Abbotsholme is still in active 
existence, and .Bedales and the theosophical “ new school ” at Letch- 
worth and several otliers. All differ in details but are at the bottom 
similar. 


L’ficole des Roches, for example, is much larger than Glarisegg. 
It has less hominess and freedom; the boys can not choose their 
groups, and they sleep in dormitories. But there is active boy-scout 
work, and there is more opportunity for athletic games, owing to 
the larger enrollment. 

Breitensee, in Vienna, varies from the typical Landerziehung- 
*sheime in three important. respects; It is in the city' instead of in 
^ the country; R is State-shpported ; admission is by competitive ex- 
. (miination. As a State-supported boarding school for gifted chil- 
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dren it is. unusual' and well in advance of the tji'pical Austrian 
schools. , 

Bedales, 'although one of the pioneers, differs in some ways most 
widely from the typical “ new school.” It has developed new meth- 
ods of instruction and is coeducational. This latter is unusual In a 
boarding school, even in America. It works out admirably. One 
(jould not ask a finer, more wholesome attitude between. Iwys and 
girls than one finds at Bedales. It is ope of the oldest and perhaps 
the most progressive and alive of all of the “ new schools.”' Indeed, 
except for an orphanage in Czechoslovakia, Bedales was the finest 
school we found in all Europe. 

There is in Geneva an International Institute of New Schools^ 
headed by Dr. Adolph Ferri^re. This organization keeps itself in- 
formed as to all Landerziehungsheime, and furnish^ information 
concerning them to anyone applying. Ferri^re is also editor of 
, “L’fire Nouvelle,” an international educational journal, and con- 
iributes items concerning the “new schools” of Europe to this 
periodical. 

The Landerziehungsheime are a pioneer movement toward pro- 
gressive, active education in Europe. They exert a stimulating in- 
fluence which turns schools away from too much. emphasis on the 
' academic work and toward a greater emphasis on the character and 
body building functions of education. While we in America are 
putting shopwork and supervised play into, our schools, we still 
overemphasize the academic work. The “ new sch(^ls ” of Euft>iM 
have achieved a better balance. ^ 

2. HANDWORK. 

The “new schools,” the sloyd movement in Sweden, and the - 
Montessori method have all played their parts in the extensive de- 
velopment of handwork in the experimental schools of Europe. As 
a matter of fact handwork is often the only claipi to originality that 
many experimental schools possess. When ah outsider visits schools * 
said to be experimental and says he wishes to see the new things 
. they are doing, he is immediately shown quantities of handwork 
made by the childrap — raflia, paper cutting, drawing, light wood- 
work, sewing, and sloyd. In many cases this handwork is only a 
si^e issue, a concession,, while the directors really consider formal 
discipline and the claries as the basis’ef all true education. Virtu- ' 
ally every . jSrogressive school wo visited, except those in Hamburg, 
included handwork in its course, fn some of these schools Jthe 
. manual activities of the children play a real part in their educa- 
tion. • , . _ 
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'ITie reasons for handwork in the schools are as various as they 
are vague. One can untangle half a doseiyRomewhat confused and 
overlapping functions of .manual activitifa in the various schools, 
and can select examples of schools in whicfi one or anothe’r function 
is prominent. These functions or purposes of handwork may le 
summed up ixfUghly as follows: 

1. As adjunct to the regular school work — a sort of busy work for 
the children and proof of progressiveness for the school. 

2. As manual training — an effort tb develop sensory-motor reac- 
tions on a supposedly psychological basis. 

3. As a help toward making academic instruction concrete, and as 
an aid to memory. - 

4. As a means for vocational guidance. 

6. As an outlet for children's creative energy, a means of self-ex- 
pression. and all-round development. / 

6. As a basis of all education. ^ . 

The first purpose— that of providin^busy work for the children 
and of attempting to balance a pound of brain work with an ounce of 
handwork— is as common in Europe as it is in America. It mani- 
fests itself as a half hour a week* of systematic instruction in some 
kind of handwork, much like the drawing lessons in many American 
schools, but dealing wifh raflSa, or clay, or lightwood, or some other 
not too difficult medium. In Holland, for example, one finds the 
children following a manual that shows just what length to cut little 
sticks and just how to put them^toge|her to make a toy windmill. 

Higher in the grades this same tendency manifests itself in sloyd 
or formkl manual training. This course is fixed. Each child must 
go through a certain series of exercise, must make a simple joint, " 
then a more difficult one,, and later a hat-tree or shoe box just like 
thc^ made by every boy before him.^ This type of manual training 
is supposed to have a somewhat practical purpose, but seems to 
assume that most boys will become cabinetmakers or that cabinet- 
^ making is the open sesame of general handicraft. 

Vet to give the impression that handwork'^in such schools as the 
Schoolvereeniging in Amsterdam or in Laren, Holland, is merely 
an adjunct to academic work is not quite fair. Handwork here 
occupies a rather large place in' the program^of these schools and 
after its formal beginnings becomes fairly fi%e. It approaches, in 
some of its later stages, handwork ns self-expression. This is even 
more true in the Humanitarian School at Laren; ' * 

' The second common purpose of handwork is sensory-jnotor train- 
ing. Montessori is the chief e.xponcnt of this function in modem 
experimental Schools, and her influence is widespread. In England 
particularly her work is well known, and in France an American 
woman, May Cromwell, has donated Montessori material to hundreds 
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of schools in the devastated regions and has work^ hard to spread 
Monicssorie ideas tliroughout the country. In Switzerland, (too, 
Montessori’s influence is felt. , ^ 

A similar influence' is that of Decfoly, of Brussels. In his school 
for subnormal children we found a wealth of interesting devices 
for stimulating children to handle objects, to note (heir size and 
shajH? and color. Decroly's work is not confined to subnormal d^il* 
dren nor to sensorj 'motor training any more than is that of Mon- 
tessori. He has worked out a fairly complete method of education 
for normal children, and all through ,it handwork plays an 
important part 

This leads to (he third purpose of handwork — that of assisting 
academic instruction. In this field, as in that of sensory-motor 
training, Montessori and Decroly parallel each other. There is a 
wide diflference between the two, but (here are also points of har- 
mony. 

» 

Decroly, like Montessori, teaches arithmetic through objects. But 
all through his training he strives to stimulate the children’s imagi- 
nation. Where Montessori uses a geometric inset, Decroly uses a 
cow or a piece of fruit. Where Montessori uses a series of grad-- 
uated cylinders for teaching relative sizes, Decroly uses such things 
as trees cut out of paper, or something else close to the child’s life. 

• And then there are many diiferences in method as the work .ad- 
vances— ditfeiences, however, that have nothing to do with hand- 
works Both Decroly and Montessori have influenced, among others, 
tlio £)cole dos Petits and Ferri^re’s School, in Geneva. 

An excellent example of the use of handwork to further aca- 
demic instruction was found in a girl’s secondary school in London 

the first English school in which the Dalton plan was inaugurated. 
Theie a teacher of the children*V>f 10 and 11 years made their his- 
tory and geography live, for them through handwork. She has a 
whole book of things childi-en can make to illustrate their work in 
these subjects;r-things like viking boats and medieeval castles. 

With older childreli one finds manual work used for vocational 
.vguidaned. We found, for instance, in' Brussels, a kIiooJ for boys 
from 12 to 14 — a'^school that we should probably calj a technieal 
junior high school. We were led frojn room to room to sec what the 
boys were doing. Immediately on entering a rctom the principal 
would blow a little whistle. Every boy dropped his work and stood 
at attention. The principal then explained at leisure what 'they were 
working on, the boys standing like statues the wHile. Then he agaia 
^would blow the whistle and every boy would go back to work.’ This 
school, formal and rigid, had a romarkably complete course in handi- 
crafts. -Every boy Icat'ned to make designs and to model them ia 
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clay,, to 'draft patterns and to e^^ute them in, wood,- to make cast- 
ings and to work the iron, in the machine sho^. 

The school was well equipped with ornamental ironwork made by 
the boys. They were given a course in tools, wherein they learned 
something about the use of every type of tool used by any trade, and 
through this they got a glimpse of various trades to help them in a 
later choice. • ^ 

A better school, but one in whi6h the handwork does not play quite 
BO ^arge'a part, is Oundle, hear Northampton, England. Here we 
find remarkably fine shops, with the most up-to-date equipment 
Every boy, even though he iS' specializing in the classical courses of 
Latin' and Greek, must spend 1 week in 10 in these shops. The 
.shops do all the repair work for the school and make all the appa- 
ratus, needed by the laboratories and by the shops themselves. The 
school has even taken over the village smithy and shoes alj the horses. 
Yet Oundle, while giving an excellent view of many trades, is for 
boy^ of the wealthier class, and prepares them rather for later work 
in engineer! lig^chenystry,. or metallurgy. In those fields, too, it 
uses the practical work, of the' boys as a means of vocational 
guidance. 

Handwork is nearly always considered partly as a* means of self- 
expre^ion. But where it is formaU^, or^ where it is primarily a 
kind bf training, or where it is subordina^l to the teaching of other 
subjects, its self-expressive function is secondary or nil 

There are scl)ools, however, jwhere handwork is almost exclusively 
an outlet for creative energy. This is often ‘true in the Lander- 
ziehungsheime, as I have already suggested. In Bedales it is true to 
an unusyal extent. There the 11 and 12 year old children do mantal 
work in the morning' and .study in the evening. ** Their creative 
powers are at thdir best in the tnorning,” the director of 'the lower 
school of Bedal^ explained to us. *“ Therefore, we want to leave 
them free at this time of the day to make things. They can go to 
any sho'proom they 'dil^c make anything they like. It is their 
right to express themselves and create things freely. In the evening, 
when they are physically tired, but when, their brains are still fresh, 
.they are content to sit quietly and study.” 

Most schools, ho.wevdr, reverse this order. O’Neill, for instance, in 
biq,.experiment at Kearsly, Lancai^ire, hM handwork in the evening. 

• This school is programles8,*however, an<Lthe children tnay be found 
in the shop or dolbestic-scjence room abi^lmosf any time of the day. 
As at Bedales, the children use the shopd^when and how they will 
They are strictly places for the children to express their own ideas, to 
make things they thejaselves want to mahc. 

The same is true' in the school for orphans at Stranov-Krnsko, in 
0:^hoelovald^ Th^ the. in^ctor- will not even criticize the 

i-. a.--*' ^ ‘ *. * - ^ , ■ 
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children’s work or suggest the best technique. His children do the 
best art work I have*ever seen donq by an unseleeted group of chil* 
dren in Europe or Anierica. His method consists of surrounding 
the children with beautiful things, giving them pencils, crayonk, 
paints, and paper) and letting them try to ndHke other beautiful 
things for themselves. They hever copy,” he told us,. “.either the 
picture or objects about them or each other’s work.” 

“ But how dcr t^ey learn the color harmony, thfe artistic spacing, 
the perspective, the. symmetry, that so many of their drawings 
show ? ” we asked. 

a tl * 

“ By their inheaent sense of beauty,” he replied. “ When the cl^- 
dren have all drawn pictures representing a story, or an original 
design for a scarf, or whatever it may be, they put the pictures up on 
the wall and discuss their relative merits. /The^ select the one or two 
they like best, and argue about why the> are°best Then they all try 
again — never copying, but applying their own criticism to the new 
effort.” 

“Is their judgment always right as to the best pictures?” we 
inquired. 

“You mean, does it agree with my judgment? Usually.* Bqt 
when it doesn’t the children’s judgment stands. I am not trying to 
make artist^ of them, X want to free their own personalities; I 
want to encourage them to expi^ what is within. If I criticize, I 
may check a natural expression.* If I suggest,''they are' expressing 
my idea$, hot theirs.*” ■ ' 

From drawing and painting these 'children pas^ naturally into 
modeling, pottery, and woodworking. In each field their work is 
free and spontaneous* In each field they have produced more 
original and artistic products than I have seen in many schools where 
the, making of such products was the goal. ' In Stranov-ICmsko 
it is not the goal but a by-product. The gQal is free expression of the* 
children’s Own idea^. 

There is also a school in Czechoslovakia where handwork is the 
basis of all the education. It is not merely a naeans for teaching 
certain subjects; academic subjects are only taught as they grow 
naturally out of the handwork, which is the chief and basic work of 
the school. ^ • . 

The school is Bakule’s school fOr crippled children in Prague. 
These children earn their own living, besides getting all their 
eciiooling, through ifiaking thiqgs— all sorts of artistic woodwork, 
carved* jmxes) toys, inlaid work, add^ small articles of ’furniture. 
They Me a cooperative orgdnizaUon for the making and selling of 
these articles. 7' u 
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Their days are spent largely at their workbenches, which were 
made by themselves. Thew. benches are transformed into beds at 
night. Here we saw a hunchback doing wood inlay work. Another 
boy was making a b^utifully finished small chest, supporting him- 
self on a pair of crutches as he worked. “ He came to us on all fours, 
given up as an imbecile,” Bakule told us. “Now he is our chief 
cabinetmaker. ' The boy with him'he is training as his assistant. . He 
made all these cases around theVoom for lumber ,and partly finished 
work.” Over in one comer a little girl, with one arm gone, and 
only three fingers on the remaining hand, was carving beautiful little 
boxes, creating her own design. Sitting on a high stool, his bare 
feet on the table before him, sat an armless boy painting a design on 
a wfa cushion with his toes. He worked free hand (or rather free 
foot) and created his’ovm pattern as he worked. 

WTien we asked about the academic instruction of these children, 

, one of their teachers said : “ Wfe only teach them what they tliem- 
selves feel a need for. Sooner or later every*child wants to read and 
write. When that desire comes strongly we help him, and he leafna 
in a few weeks what takes many children years. Our arithmetic 
grows directly out of the children’s rwork. , They want to calculate 
the selling price of an article, and they find they jnust know how to 
multiply. We suggest that they learijj not only to multiply that 
particular diim, but how to multiply any sum. They see the need 
for multiplication and are more than ready to practice their tables. 
Geography in the same way grows out of their shidy^ of the best 
woods to use. -We are not trying primarily to teach these things, 
but from the children’s work they come to want knowledge, and then 
they absorb it quickly and retain it. I think you will find that these 
children, when they are 12 or 13, know about as much as other 
children.” 

“ But don’t any of them go on to higher schools,” I asked. 

“Yes; and then they must do STlittle special preparatory work dur- 
ing the last year here. But by that time they see clearly why they 
must do this preparatory work, and tliey have no trouble getting 
ready for their examinations. 

“ Most of their study, however, grows directly out of what they 
are doing in the shop. The shopwork is the central activity, the basic 
work of the school.” 

S. SELF-GOVERNMENT. 

Self-government) as we are accustomed to think of it in America, 
is very rare even in the most progressive European schools.' Again 
'and again the head of a school'.would assure us that the school had 
self-government, but closer inquiry usually showed that tlijs simply 
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meant that the masters appointed senior boys as proctors and left 
certain types of disciplloe (including cai\^ng in England) to these 
boys. As far as any self-governing assembly was concerned, most 
schools seemed never to have heard of it. 

'There, are, to be sure, instances of the opposite extreme-—absolute 
freedom — of which I shall speak later; but that is not pupil self- 
government in the usual sense — it is absence of government. 

We did find three schools in which pupils had assemblies and 
made their own rules. One was Qlarisegg, in Switzerland; the 
others were the orphans’ school and the school for cripples in 
Czechoslovakia. 

• In Olarisegg there is a complete constitution drawn up by the 
boys themselves, the teachers participating on a basis of equality. 

The following summary of the constitution gives a clear idea of 
the organization of self-government at Glarisegg : 

“AU pupils, teachers, teachers’ wives, and the gardener, the shop- 
man, and the business manager ^orm the general community. The 
general community handles all affairs not .specifically reserved to ' 
the committees, officers, or faculty in this constitution. All mem- 
bers have a voice in the community, but pupils do not have a vote 
until their third quarter at the school. 

‘‘ There is an executive committee, consisting of one teacher, one 
pupil froni the three lower classes, and three pupils from the upper 
classes. This committee is elected by the general community, the 
classes ifwninating the pupil candidates. The committee may con-- 
vene on its own initiative or may be called together by the faculty 
^or by a majority of the pupils. The chairman of the executive 
committee is pre^dcnt of the general community and is elected by 
the community. ^ ' 

“The faculty handles all matters 'of instruction, daily • program, 
teaching, vacations, d^cursions, questions bf food and hqalth- re- 
quirements. It is called together and presided over by the .head of . 
the school, or may convene itself by request of the majority of 'the 
members. Wives of the faculty are invited to the discussions where 
their participation is desired. The faculty may call pupils into con- 
sultation. For the expulsion of any pupil the faculty must elect 
live of the older pupils to consult with them concerning the case, 
with a right to speak freely. . - . 

“ Communication with parents concerning the pupils and the school - 
devolves on the head, or on. faculty members in consultation witlii 
the head. Th*e head bf the school alsb is solely responsible for the 
business managetnent of the school, accepting new pupils, appoint- 
aqd dismissing teacHers, granting leave of absence for pupils, 
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and teachers. He and the faculty are jointly responsible for the 
supervision of the general management o'f house and school, the 
pupil officei'S and associations, the patron advisors, and the sports. 

“ There are pupil officers and associations for the following ^ 

“(a) Lost and found, school store, shoes and packages, reading 
^ room, floor inspection, shower baths,^ (orderliness of the school^ boat- 
house, and schooh journals; (6) tennis, football, boat racing, photog- 
raphy; (c) patron advisors. 

“ The officers under («) are elected by the community, those under | 
(6) by the clubs, while the patron advisors are appointed by the 
A faculty. 

“ The regulation of the offices and clubs is established by the pre- 
fect ai^ confirmed by the head of the school. 

“A ^pil court is elected by the general community and confirmed 
J)y the faculty. It consists of three members. This court has the 
right of arbitration and discipline. An appeal may be had from its 
decision to the faculty. No members of the executive committee 
may serve on this court.” 

The orphans’ school at Stranov-Krnshio has no formal self-gov- 
ernment. There is no constitution and no executive committee or 
courts. The children come together when anything is to be decided, 
and decide it. • ' 

There .are no regular officers, no special parliamentary proceed- 
ings — simply free group discussion, followed by decision by bommon 
consent. In these discussions the teachers do not lead but may take 
part.* 

They are on the same footing as the pupils. The school is a 
miniature commune, democratic, untrammeled with rules and red ‘ 
tape, yet orderly and governed by the group in many matters. The 
teachers, however, do not leave all government to the children and 
do not hesitate to use authority if they deem it Advisable. Stranov- 
Emsko is an informal mingling of teacher authority, self-govern- 
ment, and freedom. 

Bakule’s group of crippled children is perhaps the best example 
of self-government, because it is the most real. -The children come 
to the school voluntarily, a dozen of them having left the better-, 
equipped school in which Bakule formerly taught to follow him 
and work with him. *S.’hey are organized not merely for govern- 
ment but for earning their own bread and butter.. The teachers, 
including Bakule himself, are the children's equals in the cooper- 
ative orgi^nization which they have organize for the making and 
selling of their.handiwork. The business management of the school 
and its policies as well as its discipline are handled by the children 
V ^ . theihselves. • Of ^course, their ies^t'and jiove for Bakule and his 
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assistants gives these a real influence far beyond their mere vote.. 
Bat the teacheih are very scrupulous about the use of that influence. 
They try in every way to place responsibility on the children and 
to make each child feel that he is a necessary and important part of 
the school. , , 

They encourage the children to get outside advice, to consult 
books and experts rather than only their teachers. They art striving 
through this complete self-government to prepare the children, 
handicapped though they are by crippling and deformities, to meet 
the responsibilities of life. 

The organization is a definite business organization. It is not 
a side issue or a playing at self-government but it is the comer 
stone of the school’s management and of the development of- the 
children’s characters. 

. 4 . INDIVIDUAL INSTRUCTION. 

The most widespread and definite educational .trend in England is ^ 
toward individual instruction. There is something of the same 
movement in Decroly’s work and in Montessori’s work with little 
childr^, in the individual work of the almost ungraded school at 
Stranov-Krnsko and in Bakule’s entirely imgraded school fat crip- 
ples in Prague. Yet it is in England that one finds the most com- 
plete technique of individual instruction. 

There are three degrees of individualization of school work in- 
England. The best known, most widespread method is that of the 
Dalton plan. More fully individual and further developed is the 
method used at the Bedales ^hool. The most completely individual 
instruction, and the most definite technique is that of Jessie Mackin- 
der in the Marlborough school, Chelsea, London. 



THE DALTON FLAN. 


% 


The Dalton plan was intvbduced into England by ^ Rosa Basset, 
headmistress of the girls’ ’ secondary school in* Streathsjn Hill, 


London. 

It has been copied by a number of other schools, which have 
I often modified its details. Here I shall describe briefly the school of 
its English origin.^ ’ ' 

On entering the school we found a large central room, used as 
study hall, lunch room, dancing room, and gymnasium. It' Wd#^ , 

about a third full of girls in their early teens, studying or very qtd*' 

.. ' • ■■ - ^ 

* There are two recent books on the Dal\on plan— one bgr Srelyn Dewey, tte^otber by 
Mite Parkhorst« who oii^nated the plan in America. For a careful study of the plan the 
reader ahould eonsnlt one of theeo bookai * " 
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etly talking. No teacher, was present Around the sides of this hall I 
were classrooms. . Some were haring classes and others “ individual I 

* periods.” . , I 

The classes were not unlike classes in most good schools, with ex- I 
planations by the teacher, recitation^ by the pupils on work they had I 
been studying, some discussions. I 

The “individual periods” were different Here the teacher was \ 
at the children’^ disposal. One room, for example, was that of the 
arithmetic teacher. Girls wanting to study aritlunetic came from 
the study hall into her class, sat down, and worked. When they had 
questions to ask or needed help they stepped up to the teacher’s desk. 
When .they finished their work, or got tired of arithmetic, they went 
bac£ to the study hall, or into the history room, or the English 
room, or some other room. They were quite free during their “ indi- 
vidual periods ” to go and come and to study any subject. 

• Stopping at the desk of a ^rl in the study hall we saw one of her 
“ assignments.” It was a mimeographed sheet outlining a month’s 
work in history.* It was divided into four weekly sections. Each 
section outlined the reading for that week, the reference work, and' 
the written work to be handed in to the history teacher. The girl 
had a similar assignment sheet for eaeh subject. In her individual 
periods she worked on any subject she chose, spending pei-haps all 
such free time' of one day on English, all that of another oq arith- 
metiQ, or dividing her 6wn,time among several subjects each day. 

The number of free periods varied according to individual pro- 
grams. Some girls had one or two individual periods in an eight- 
period day. Others had as many as six. The average, and thai) 
number approved by the teachers as most desirable, was four— about 
half of each school day. The other periods were definitely pro- 
grammed — ^Latin class, arithmetic class, sewing class, etc. 

This really is the essence of the Dalton plan: About half of the 
school day left free to the children to arrange as they wish, knowing 
what they have to accomplish; “laboratory rooms,” i. e., subject 
rooms in which the teacher is present at certain periods ready to 
consult; assignments by the week or month instead of by the day 
and in more detail than ordiimry*assignments; regular class periods 
for discussion, expirations, reaiting, and testing in each subject. 

.1 asked a girl who had bpen whisperiiig and laughing with her 
neighbor in the study hall whether the children did not oftW waste, 
time ip their; long, unprogramrned periods. “Of course,” she replied, . 

“ lots of it. But if we waste too much time, we don’t get our: assign- 
ments finished; and then we get in tiouble.” ’ . " ' 

“What happens.to you? ” I asked. “Oh, we get poor marks,. or 
maybe we fail our subject” V 
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Later I asked the teachers what happened if a girl failed in one 
or two important subjects — that is, if by the end of the year'She had 
not completed her assignments satisfactorily. , '■-* 

“ She must repeat the yeaiPs work in all objects,” I was told, “ just 
as in Other schools.” 

I asked if this did not seem a waste of the child’s time when possi- 
bly two or tliree months’ additional work in the weak Subjects would 
complete them and when there were other- subjects which had been 
satisfactorily completed the first time. 

“ J suppose so,” was the answer, “ but we can’t arrange our pro- 
gram so that a girl is working in two or three forms at once or in a 
different month’s assignment from the other girls. The Dalton plan 
doesn’t pretend to cure all evils.” ... 

The teachers, for the most part, are in favor of the system. Their 
chief complaint against it is that they can not regulate the way the 
childi'en’s work comes in, and that consequently they usually have a 
dearth of written work during the first part of the month and are 
swamped toward the end of the month, when all the girls rush to 
finish their assignments. They feel, however, that this inconvenience 
to themselves is greatly overbalanced by the advantages of the Dalton 
plan to the children. The children are more self-reliant and respon- 
sible in their attitude toward their work. The assignments give 
them a clearer idea of what they are working for. The freedom of 
the individual periods allows them to concentrate for long periods 
on a subject when they get interested in it, thereby avoiding the 
waste of time and energy in changing work at the ringing of a bell. 
And there is readier adaptation of time to individual differences, 
since a girl may spend most of her time on the subject hardest for 
her and less on those she finds easy. 

The ease with. which the Dalton plan can be introduced in any 
school and its unquestionable advantages over the rigidity of the 
ordinary program give fliY>mise of a continuation of its rapid spread. 

It obviously is not complete individual instruction, but it does allow 
some adaptability to individual differences ^nd is a dec)ded«8tep 
towaril really individual work. ' . ■ \ 

TCT BKDAUSS FLAK. 

' r 

Bedales school, about two hours’ railway journey south 6t London^ 
has adopted the Dalton plan, but has gone further. . , . ..(• 

Here is a clear recognition of the fact that a month’s work for one 
, child may be only two weeks’ work fon another, or gak weelm’ work . 
for a third. Jn.Miss Bassett’s school, and probably in ethers under j 
^the Dalton plan, this fact is partly recognized} and an effort ^is made; > 

' I • I ■ ** .' -." t ^ ^ 
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to take care of it by “ plus assignments,” in which the brighter pupils 
do extra work to fill up their spare time. This extra work, however, 
means special assigmnents, and the teachers more often than not fail ‘ 
to make them; furthermore, there is a natural tendency on the part 
of the bright child to loaf rather than to do hard work wh^ the 
only reward is extra work, especially if it is in a subject in which the 
child is not interested. Special assignments at the best do not take 
care of the slow children, who can not keep up with the average. 

Bedales recognizes individual differences b^ allowing the children 
to ** accumulate credits.” The assignments are simply units of work. 
If a child finishes la unit in less than a month, he may immediately 
begin the next unit If he requires more* than a month, he may take 
more time instead of going on with the next assignment before he is 
ready for it. In this way Pedales avoids several evils: 

In the first place, failure becomes impossible — a child never repeats 
a grade. A child takes as long as necessary on each unit, then goes 
on to the next. He may take a year and a third to do a year’s work, 
but he will not have to repeat, he will not have failed. 

In the second place, one subject does not hold the child back in 
another. He may need a year and a third for a year’s work in < 
laatheinatics, but he may finish a year’s work in English in six 
months. His advancement is by subjects, not by classes. He moiy, 
however, use more time on his “ slow ” subject and less on his “ fast ” 
one, thereby equalizing his, advancement to some extent. Tliis is 
generally encouraged. 

A third advantage of the Bedales plan is that it encourages thO'a 
children to work to capacity. The children know they have a certain . 
amount to accomplish. The sooner they accomplish it the more 
rapidly they will be able to advance. 

Still another good result of the very simple Step taken by Bedales 
beyond the Dalton plan is that everything that is done is done 
thoroughly. When a class is kept together, the slower children neces- 
sarily do less thorough work than the average. But when, as at 
Bedales, the children are not required to keep pace,* the slower chil- 
dren simply advance niore. slowly, but not less thoroughly, than the 
brighter ones. 

Finally, the children’s tendency complained of by Miss Basset’s 
teachers, to put off written work till the latter part of the month,, 
and then to swamp the teachers with it, is entirely 'avoided by the.’ 
'Bedales plan. The abolition of the month as the basis of work and * 
the substitution for it of work units, to be done at the children’s, 
own rate, prevents bunchii^ of work at any one time. 

, The faculty at Bedales seemed to have no difficulty in arranging, 
their worlT and program to. take care' of this individual advance*' 
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ment. This may be due to the fact that the* classes are much 
smaller than, in such schools as Miss Basset’a .Bedales is a private 
school; Miss Basset’s is one of the regular city schools of London. 

Class discussions at Bedales were a problem. In mathematics they 
were almost abandoned, the teacher discussing problems with just 
two or three children at a time. In. languages the oral work was 
kept distinct from the written work and the study _ assignments. 
Only the oral work was done in class periods, the stud^uijn.igtun^^ 
being done in ** individual periods ”;* ^at is, during tli^PPi^liiOT of— 
the children’s school day. 

History and geography presented the most serious problem. ** We 
have been allowing the children to accumulate credits in these as 
well as the other subjects,” the teacher explained, “ but we feel that 
the^’ are losing one of the most important parts of their social 
studies. The discussions and dramatizations should go along with 
the reading and studying, which would mean that the children would 
have to stay together in the social studies. These really are different 
from other subjecU, and it is possible to assign enough special in- I 
vestigations and reports to the brighter children to keep them busy 
while the slower ones are catching up. There are so many in- 
teresting phases of the' social studies that a child can not spend 
too much time on them. We are, therefore, trying to work out a 
plan to keep the children togeilRer in history and geography. But 
we are finding it difficult because they, have already spread so far 
apart.” 

Teachers in other subjects seemed to agree with this teacher — that 
individual advanrement is genera:lly much better than class advance- 
ment, but that the social studies are probably an exception. 

Whether the Bedales plan would be practicable in a school with 
classes of 30 to 40 children, instead of 20, is a serious question. There 
is a school, however, that has gone .a step further even than Bedales,' 
and has thereby made individual instruction in its full sense possible 
in large classes of a regular city schpol. This school is Miss Jessie ' 
Mackinder’s Marlborough School, in Chelsea. 


MACKINDIB KKTH008. 

The additional step Miss Mackinder has taken is the devising of 
self-instructive materials, which are also frequently self-corrective. 
By this one means she has' made it poeaiblesfor a tMcher to handle 
40 to 50 children between the ages of 6 and 7, on a strictly indi- . 
vidual bams. ' ’ 

Her school is one of the London County Council schools, a- free . 
city school ip a poor district of London.'. She is director of the infant , 

pur Idn^giiten 
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and primary grades. After leaving her, the childrer go through « 
the regular coui'se of a conservative English echool. 

The very little children, 3 and 4 years old, have Montessori work io 
a room that is fitted up as a modern nursery. At the age of 5 they 
begin individual work in redding and writing. A little later they 
begin arithmetic. 

Going into any of the rooms a visitor is immediately impressd by 
the atmosphere of happy, free work. Almost every diild is doing 
something, quite independently. All around the walls and on the 
tables and even on the floor are interesting devices, things the chil- 
dren can do unaided and through' which they can teach themselves. 

For example: * 

In a clear space on the floor of one room we find a ring about 4 fek 
in diameter. Inside this ring are a number of letters of the alphabet, 
eaclv-cut out from a tinxan. Standing around the ring are two or 
three children. Each has a fishing rod made of a pointer, from the 
end of which a magnet hangs on a string. The child fishes out a let- ' 
ter with his magnet — let us suppose it is a L He then walks to the i 
back wall with it. Along the Wk wall are hung 26 cards. Each 
card has a picture, and under the picture is a word, the name of the 
object depicted. The child holds his tin t up by the initial letter of 
one word after another until he finds a word which begins with a t. 
(He has been taught always to place his left thumb on a little pad at 
the lower left-hand corner of the letter he holds so that it will be 
right side up.) 

Having found the t on a card, he says the name of the object pic- - 
tured above the word; in this case, top. He says it over and over to 
himself, stressing the initial sound, and then says the initial soubd '*' 
separately, thus, “t — top,” giving the sound qf not the natne of 
‘'the letter. When sure he knows it, he looks through a box at his desk 
for a cardboard f, replacing the tin one in the “pond.” With his 
cardboard t he goes through a whole box full of words at his desk, 
looking for those which begin with and pronouncing the words 
from the picture on each — tack, ten, teeth, fin, top, tub, elc., each., 
tiine saying the £ sound first. 

This is one of several devices for letting the children teach them- 
selyes the sounds of vowels imd consonanta The teacher-is among 
theip all the time, correcting any errors, or. explaining the method ' 
of work. She is busy every second, and so are the children, most of * 
them quite independently. Sometimes the children^ errors are 
funny. OnO little girl had an. 'A and was pronouncing it with the 
short sound of a. , The teacher a^d her why she called it a. The 
child marched proudly to the wall, showed a picture of a hat, with 
the word Ao4 beneath clearly , beginning with A, and beiug a Cockney; 
•he said “ir-’ae 
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.There is a complete series of these devices, carrying the children 
right through from the beginning to a good grasp of reading, writing 
(or rather printing, which is now much in vogue (in England in lieu 
of ordinary script), and the elements of arithmetic. '' 

The teachers can handle large numbers of children because the 
children teach themselves tlirough these devic^-«nd correct most 
of their own work — even little 6-year-olda I have never seen little 
children do academic work with such persistent concentration and. 
interest It was evidently the result of the method, not of the peis 
sonality of any one teacher, ior it was the same in each roomr^ 

The children were allowed almost entire freedotn, yet they owere 
very well beliaved. ,They talked and moved about, *of course, a^dr 
they were expected to. They helped one another. There was not a 
typical schoolroom atmosphere. But there was something much bet- 
ter— the atmosphere of active, interesting work. 

The children advance on a purely individual basis. Each child 
works tlirough one set of devices after another, entirely regardless 
of tlie rate of other children. These little children have as much 
freedom to* choose which subject they will work on, and for bow 
long, as do the older girls of *Mi^‘ Basset’s school; there is as much 
opportunity to progress at their own- natural rate in each subject as’ 
at Bednles. Bufthereis a completeness of materials and definiteness 
of technique in Miss Mackinder’s school that was lacking in bothjif 
tile others. 

Only an hour and a half of each school day is spent on their in- 
dividual Work, the rest of the time being given to games, stories, 
singing, and other group activities. Yet, according to the results of 
ttets, Miss Mackinder’s children are nearly a year ahead of the 
average children in the infant schools of London. Ifer results-eon- ' 
firm the conclusions of Burk, Homi Sutherland, and Washbume 
in the United States, that individual instruction allows more time 
for group activities and simultaneously produces morie efficient results. 

It is through tlie technique of self-instruotion/find self-dorrection 
that individual instruction becomes possiblejanth large classes. Miss 
Mackinder has advanced farther along this line with little >childiw 
than any otlier school in Europe.' ^ ' 

. R GROUP INSTRUCTION. 

Instruction throifgh cooperative enterprises or .group activities is 
well illustrated by the work of Dr. 0. Decroly, in Belgium, and that 
of Cousinet in France. ' * 



* She baa alao adaaAced In thia line beyond Iba work in any aOiool In Anerlca, with two ’ 
penibia.asceptlona. The exceptlopa areBuit’e wark In tho San Pranrtaco State ^iachar^ '■ 
College and Bthel Wertug'a work in the Lea Angflee State. Teeebere’ Onllafe. Tdt Wln>; 
aotka,' 111., aeheelB have foae farther with elder chUdree, fat not ae lUr la tbo early pd- 
■tty f radea. ; 
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Decroly*a method in the middle and upper grades is a form of 
group instruction. Jhe group, it is true,' involves the whole chun 
But it is a cla^ working together cooperatively. t* 

This particular aspect of Decroly’s method is based on specitl 
reports by the children. These reports form a nucleus for a con- 
siderable part of each day’s work. 

Each child selects a certain -phase of the subject under considers- 
don — usually some aspect of history or geography. He looks up 
this topic in reference books, others pictures concerning it, and 
•writes a full report of it in his notebook, illustrating the report with 
drawings and cut-out pictures. i 

This notebook report constitutes the work in French composition 
and penmanship, and any errors in it are made the basis of in- 
struction in grainmar and spelling. 

When the report is fully prepared, the phpil is assigned a period 
during which he may present it to the rest of the class. He then 
delivers a “ lecture,” illustrating it by drawings which he puts on 
the board and by pictures and materials which he passes out among 
the other children. At the end of the “lecture” he answers the 
questions which his classmates ask. A\Tien all who have questions 
have asked them, the group criticizes the report, as well as the 
answers to questions. In the light i)f this criticism the pupil revises 
his report. 

If his classmates feel that he has omitted an important part of 
his subject, hcL.inay be called upon later to give a suppleinentaiv 
lecture. Or he may even be required to prepare a better report. 

The other members of the class take notes on his “ lecture ” and 
his answers to questions and write them up in their own notebooks. 

The fact that each child through his report contributes to the 
knowledge of the group.and is responsible to the gix>up for the satis- 
factoriness of that knowledge makes this system of Decroly’s a real 
example of group instruction. It has the disadvantage pf any lec- 
ture* 3ystem — the children who are listening do not get as much from 
some other perwn’s talk asJrom their own work, and they are listen- 
- ing to other children’s reports a large part of the lecture periods. 
But it has the Vlvantages of group activity in its development of t 
habit of cooperative endeav'onand of the ability to speak freely and 
effectively to an audience. " 

Cousin^ of Arcis:sur-Aube, in 'France, often uses some of Decroty's 
techniqu^but he has a' well-defined technique of his own as well. Ha 
is a school inspector, |rith some 150 schools under his supervision, but 
he has only establi^ed his special method of group instruction in 
three or four of these. . " 
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Cousinet is an ardent follower of John Dewey, alert to educational 
movements everywhere, alive and keen. , He bases his whole system 
of education on the activities of self-formed groups. He believes 
that group activity has the great advantage of training children to 
cooperate; that it brings out special abilities of individuals as they 
make their own particular contributions to the group; that it is the 
most natural way 4t educating; and t^^ it enables one to allow 
considerable fneedpm to the following ou^f the children’s interests, 
because the interests of the various children in the group cover a 
much wider range of activities than those of single individuals.. 


Hio method is briefly as follows:. 

The children form themselves 4nto voluntary groups in each class- 
room. 'These(groups accept or reject members fr^ly. Each group 
' follows out certain interests or undertakes activities suggested by the 

teacher. * 

Once a group has begun to work, the teacher keeps hands off until 
the work is finished. The children correct each other and try to 
make n finished product by their joint efforts. It may be a com- 
position or a buying, selling, bookkeeping transaction, or a scientific 
classification and study of a bat one of them has brought in, dr the 
constniction of a sand table village of a country they are studying, 
or a dramatization of history. It js quite definitely a “ project ” in 
the American sense, but one in which the teacher leaves the work 
entirely to the voluntary groups of children. .When the .project is 
completed, the teacher criticizes its formal aspects, lanjgiiage, spell- 
• ing. accuracy,' etc. She limitr her criticism to this formal side. It is 
conducted as a discussion with the group and frequently becomes a 
lesson in the phase of the work criticized, such as grlinmar of book- 
keeping. Children^ may leave one group and work with another. 
‘ Each group usually is doing something different from the others. 
The number and size of. a group depend entirely on the children — 
a class niight divide into two gyoups or it might divide into .five 


or SIX. 

Practica^y all tjie children’s work is done in these groups rather 
than individually or in classe||j^piey issue a little school paper,' 
written and illustrated by tn^K^lves. They have enlisted the 
interest of the parents, who sometimes come to school at night to 
make things the children need in their work. 

One of Coiisinet’s teachers, an Enthusiastic advocate of his group 
method, sums up his philosophy by quoting the way be introduc^ 
it to her: “We must create an environment for our children 
they will find everything necessary for their education, so that they 
will be able to educate .themselves without our help. And you may 
rest quite ea^, for you w^ have nothi^ to do but watch them live.’[, 
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6. FREEDOM. 

» » 

• ^ 

The tendency to give children more freedom in school is wide- 
spread among experimental schools, although not universal. Decroly’s 
^ influence is always toward greater freedom; so is Montessori’a 
Cousinet, inspector of schools in the Aube district of France, incor- 
porates much freedom with his method of group instruction. The 
ficole dcs Petits in Geneva, founded by. the Jean Jacques BousseHu ' 
Iftstitute, and the little school in Ferriftre’s home in Geneva, show 
the.Decroly and Montessori influence, as well as Ferrifere’s earnest 
belief in a freer education. 

The orphanage in Stranov-Krhsko, discussed under ^ handwork 
# for self-expression ” and “ self-government,” is a remarkably free 
^ . school. The children are almost Completely free tlfe entire after- 
^noon and have much liberty during classes and meals. It is their 
freedom that makes the orphanage so homelike and the children so 
natural. - \ 

The younger children at Bddales are very. free. The only limita- 
tion is that during certain hours of the day they must do academic 
work and during others shopwork. What kind of academic or shop- 
work and how much is left entirely to the children. The children 
move about and talk with entire liberty. 

The Dalton plan carries with it freedom at least to the extent of 
the organization of a considerable part of their own time by the 
children, and sometimes includes freedom of intercourse among 
them, * , ' 

^ Individual instruction Aionduces -to* freedom everywhere. Miss 
Mackinder’s children, in the Marlborough School, London, talk and 
move about freely and work on the subject that interests them. Yet 
* the definiteness of her raateirials brings about a natural orderliness., 
Freedom in school has gone further in two schools in Europe 
than in any of <our Ameidcan schools. I once thought Marietta 
Johnson had gone to the extreipe in this regard, but she is a con- 
servative beside O’Neill, of Kearslcy, Lancashire, and even he does 
not go as far as the schools of Hamburg^ “ - 
Both* O’Neill’s schoM and those of Hamburg are free public 
schools, part ef the national or State educational system. That such 
radical experiments can exist in the public education of England 
ahd Germany is^ the direct result of their freedom from such cen- 
tralize control as exirts in Holland, France, Belgium, Switzerland, 

Austria, and Czechoslovakia. ' 

, ■ ■ ■ * ' ■ ' . ' s • 

' ‘ ' b’NBILL IN SNOLAm ’ . , 

_ O’Neill used to be a^^tiict, old*fashione s^oolmaster, who used 
,,,the^od'plentifullyJ/''.)!^d wb^^ all the wayA 

; .'.• j''-' ''' ,11 ' " vV* '. > • • .* .. 
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On taking the principalship of the Kearsley school he removed all 
control from the children. He let them run wild in the school. He 
would not make rules; he would not have a course of study; he 
would not punish ; he would hot urge the children to learn anything. 
Parents began to complain that their children were forgetting how 
to read and write. O’Neill hejd meetings of such parents as would 
come, and he' tried to explain his philosophy. It was somewhat as « 
follows; • 0 

“ These children are going from school into the cotton mills ol 
Kearsley. They are going to lead dull, monotonous lives from the 
time they are 12 or 14 on. Let’s give them a taste of life before they 
have to become machines. Let’s stimulate their imaginations, their 
interests, now while they are young, instead of suppressing them 
and cramming facta down unwilling throats. They Will sooner or 
lat5r want to read and write. Their re^tion from it now is natur%l-^ 
reading and writing have been forced^ on them^ Give me time-^ive 
them time. It is natural for them to want knowledge. If we give 
them freedom, they will come to ps for ability to gain wKat they 


want. 

“ If we can make their lives happy and im^iginative in school, they 
can carry something of this into their later working lives. If they '• 
leave us loving to read, loving to know, they wiU carry that love 
into their otherwise barren future. You can’t force children to love 
reading and knowledge. This must come from freedom.” 

His fire and enthusiasm convinced enough parents to prevent for 
a, time any serious interference with his work. After a while, how- 
ever, some parents demanded an investigation of the school. 

The investigation was made and it was found that the children 
were shockingly ignorant of the tilings people expect children to 
learn in school. P’Neill was given a hearing by hi% board. 

*^I admit their ignorance of many school knowledges,” he said. 

“ Those are not’ the things we have been firorking for. When wo 
came here the children #rere tattletales; now there islione of that 
we came the children lied and stole. They do neithelr now. 
The school doors used to be locked from 4 in the afternoon until 
8.30 in the morning. Now they are never locked. Every evening 
my wife and I are in the school and dozens of children are there 
with US voluntarily, to learn and to, make things in thb shop.^ The 
scl^ool was devoid of pictures. Now it is filled with the beautifuK 
paintings bought by Colpnel Holmes. • We do went the children to be 
literate, and if you give lis time they ,]vill be. But we want them td' 
want literacy. And it takes time to o’vercome their reaction against 
forced study. But we df not care what knowledge the Children hi^ve * ; 
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beyond literacy and the ability to do such arithmetic as is involved 
in buying things they need in everyday life. For other knowledge 
and further ability let each child fojlow his own natural interests. 
Wo are much more concerned with the children themselves. We 
want them to be responsible. We want them to learn to respect each 
other’s rights, not because some authonty is enforcing this respect 
but because they see the need for it. We want them to learn to 
cooperate (reely and intelligently with each other. We want them 
to see the beauiy'in nature and the beauty in literature. These 
things can not be achieved by forced study and forced discajil|^. 
They are the natural outgrowth of free association wijth each\u|L 
and with their teachers. W® teachers can be the children’s qKt 
papions only by ceasing to be dictators. As their companions we 
can give them the best that is in us. It takes patience and will power 
to allow freedom. Do you thmk that it is as easy for us teachers to live 
in the bedlam which often prevails as to live in a well-ordered 
school? Do you think it is easier to spend all our waking hours in i 
school than to spend the conventional sjj hours a day ? Don’t you 
suppose we go home at night discouraged and utterly worn out again 
and again? Yet we are convinced that the ultimate results are worth 
this sacrifice. ’ Don’t let the misunderstandingx>f a few parents make 
all our sacrifice <x)me to nothing. ^ 

“ We are just beginning to come out of chaos and into the light. 
To restrict the children’s freedom now, when after two years of 
abusing it they are just learning to use it, will make those two years 
waste years.” 

The board felt the force of his plea. They asked hipi> however, to 
make out some sort of study plan, some rough division of time, so 
that they could convince the parents that the children were learn- 
ing pomethingr • 

So O’Neill and his coworkers prepared a general plan. Accofd- 
ing to this plan about one-fifth of the children’s school hours are 
spent on arithmetic; two-fifths on “English,” including history, 
geography, literature, writing, and spelling; and two-fifths on man- 
ual and physical activities. 

There is no attempt to make program for each' day, but in a 
general way, during the week, the teachers try to keep something 
’.of this balance. The children keep a record book of the number of 
minutes they spend each day on any subject and the number of 
minutes im which they receive class instruction from the teacher. 

If a child is found to be doing very poor- work in some subject, the 
feacher checks up the record book to see if the child is spending 
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enot^h time on this subject. Otherwise the record books are merely 
a defense against possible objecting parents. 

The teachers average two and a half hours a week of “ class in- 
struction.” This may comet all in one morning, or be spread out 
through the week, as they desire. The class instruction is intended 
as a stimulus supplied by, the teacher, to inter^t the children in 
some topic. Usually this class period is follow^; by a study time ^ 
in which all the children work along the line suggested. But as 
they lose interest or tire, they shift freely to any other subject or 
activity. ^W^en practically all the children have lost the impetus 
given by that class period the teacher has another, perhaps on a 
different subject. 

But one can not generalizer on any of these things. The teachers 
. differ among thepiiselves and what a teacher does this week he does 4 
not do next. The school Js amazingly free. 

There art still marks of the .chaos through which it^ has come. 
The teachers ‘are human and occasionally forsake their lofty prin- 
ciples and descend to an old-fashioned scolding of the children or 
even to some discipline. But this is exceptional. For the most part 
the children go and come as they please, work on what interests 
them, and follow their own impulses. Yet tjiey are learning. Some . 
of the older ones are writing verse. Other^'are doing good work in 
art. All of them can read and write well. All of them know the 
most important elements of arithmetic. They concenLrate admir- 
ably on the work they choose to do. To an ordinary teacher the 
school would seem seriously undisciplined; yet there was almost no 
“ rough house and there was much serious work. 

The children themselves are natural, affectionatla, ^and self-pos- 
sessed. They are clearly in school because there are things there 
that they want to learn and do. They are self-reliant and coopera- 
tive. 

As to the imaginative side, let me complete the account of this 
school with two verses, by children in Mrs. .O’Neill’s class, entirely 
unaided by the teacher. The whole class writing terse, some 
better, some Worse, than that reproduced herewith. The spelling 
and punctuation are exactly as the children themselves made them : 

I • ... 
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WILL 0’ THE WISP. 


/ rtn will o’ the Wisp the airy sprite, 

The airy sprite that haunts the nf^t, 
Floating about in the siivery light 
That comes from the gentle queen of night, 
I dance with the fairies in the shade 
Of the old oak tree, 

I chase the moonbeams through the glade 
They love to play with me, 

I Jaugh to see the traveller’s /right 

As my airy form he sees 

Flitting and darting through the trees, 

I laugh and shout in my delight, 

On my bright and falsy flute 

I make music, oh ! so cute 

For I’m Will o’ tl«e Wisp the airy sprite- 

That haunts the regions of the night, 

In the night hours I dunce and play 
But when the day comes 1 dance away. 

DAWN. 

A faint grey flush, 

A rosy blush, 

Announces birth of day. 

. « A Bun-tlpped cloud, 

A fleecy shroud, 

And Day la on her way. 
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THE HAMBUEQ SCHOOLS. 


Even more daring than O’J^eill’s experiment in freedom and on a 
larger scale is the experiment in Hamburg,, originated by Paulsen, 
who 18 now superintendent of schools in Berlin. The Hamburg 
schools have not even the rough division of time that O’Neill’s 
school has; they would scorn a record of the minutes spent on each 
subject — ^they object to any attempt to teach subjects at all. They 
would not' even have the teacher try to interest the children in 
something they ought to know. 

“We don’t know what the children ought to know,” they siy. 
“We don’t know iji what kind of society they are going to live. 
The world is in a state of flux, and no one knows the 'future of these 
children. The only thing we know is. that they are human beings, - 
with a right to live their own lives. We shall give them freedom to^ 
live as they want to live. We are not interested in what they learn; 
we are -interested in the development and free expression of their 
souls.” 

Four large public schools in Hamburg are dedicated to this ideal, 
and Paulsen hopes to open 12 more in Berlin. No children "are 
forced to attend them — if parents do not like their way of educating, 
they may send the children to one of the more conventional schools 
of the city. But most parents whose children are actually in these 
schools are whole-heartedly in favor of the experiment. 

Tlie schools are the direct outcome of the Socialistic and idealistic 
reaction to the war. 

Paulsen and the school principals and teachers who inaugurated 
jthe regime of complete freedom in Hamburg did it in the hope 
that they might prepare children to live in the new and com- 
pletely democratic State which they thought was about to come into 
existence. . . ‘ 


^ ^ Now that they see that the ideal State is far removed they con- 
tinue their way of educating in the hope that the coming generation, 
with freed souls, with the habit of personal responsibility, with 
unforced cooperativeness, will be able to build a State in which 
freedom and cooperation replace the sordid conditions of to-day. 

They do not know what that new world should be, but they believe - 
that a generation brought up in freedom, with the desires and aspira- 
tions of the soul fully expressed, will be able to see what the teachers 
and politicians of to-day can not see and to do what each natioh 
. has failed so far to do. 


The sole effort of the teachers is. bent toward the permitting of • 
free growth of the cl)ildren’8 individualities. 

In a typical one of these schools the building shows the present , 
poverty of Germany a^id her foimer stability. It , is strongly con-,;^ 
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structed, but bare and ugly inside; the furniture consists almost ex- 
clusively of- the old double benches so common in all Europe. These 
have bwn moved around, leaving the middle of the floor clear in 
most rooms. There are no- shops, and there is nothing artistic or 
beautiful anywhere. Some futurist “friend” of the school has 
deoorated the music room in an impressionistic style that suggests a 
very noisy jazz band more than any harmony. But there is light 
and air— and there are the children. 

The children are delightful.' They are the most natural and ' 
affectionate of all the children we found in European schools, ex- 
cept the little orphans of Stranov-Krnsko. The children at Kears- 
ley were almost as natural, but these in Hamburg were even more 
freely affectionate and happy. 

The teachers are not all in agreement in details and are allowed 
as much freedom as are the children. 

Children come to the school at the age of 6. 'SThe beginrors start 
with a specified teacher, but as they grow older they choose their 
own teachers. There are no grades, no regular classes, no promo- 
tions. The children simply come to school and live for five or six 
hours a day with their teachers. They talk freely with each other; 
they move freely about the building. They ask questions and the 
teachers are there to answer them. They want to learn to read or 
write or to do something in arithmetic, and the teacher is there to 
help them. If they do not want to learn these things, no one forces 
them, no one even tries to urge them to learn. In time every child 
does want to read and write, the teachers say, and tli.ey wait until 
this desire appears. ' 

I asked if there were not serious gaps in the children’s education 
as a result of this haphazard method. 

“ I doubt it,” said one of the teachers. “ By the time a child has 
lived eight years with us, he is pretty likely to have got everything 
that is v<toy important. Besides, even- if he didn’t, we are not work- 
ing toward that end ; we don’t know what is important to know. We 
want the children to ^ ^ 

These schools, like O’Neill’s, went tbrnughlfifki ^ lyid 

there is still some chaos left. Yet the gen^Sny are well 

behaved, although never in the conventional schoolroom way. 

They are no less orderly without a teacher than with one. They 
will not tolerate too much interruption by their fellows if they are 
interested in doing something. They SMm to read and write and do 
simple arithmetic reasonably welL * , 

Ko exact comparison can be made between the ability of these chil^ 
dren and that of others, because the teachers do not believe in testa 
Thi|y do not believe in anything that tries to 


m^( 


6 children al^ ^J 
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Hiey want to bring out 'each child’s individuality. To measure 
the success or failure of their experiment by the children’s speed and 
MMuracy in long division would be as absurd, from their point of 
view, as to measure the value of an apple tree ih terms of the length 
of its twigs instead of the quality of its apples. The difficulty in 
appraising the schools is our utter inability to measure the product 
which is their goal— a free development of individuality. 

Oq^rsees at a glance that the children are more spontaneous, more 
real, than in most schools, and that they express themselves' much 
more freely. One also sees that they have learned,’ through hard 
experience, to get along with each other with very little frifition and 
to lead self-reliant lives in the school without supervision. But one 
wonders whether the large amount of apparently waste time, the 
confusion, the inefficient, haphazard way of learning are necessary 
concomitants of these good things. 

Whether one regards the teachers in Hamburg and O’Neill at 
Kearsley as deluded enthusiasts or as impetuous Utopians leaping 
from the frying pan of inefficient educational conservatism into the 
fire of still more inefficient educational radicalism or as the prophets 
and pioneers' of a new educational era, this much is certain : They 
are people of high intelligence, high ideals, and remarkable courage, 
and their daring educational revolution will make all of us think 
more profoundly and freely. 


7. RESEARCH SCHOOLS AND CLASSES. 


The “Versuchsehule” in Germany^ is a school set apart by a city 
to try out new methods of education. It has its counterpart in 
Czechoslovakia and analogues in Belgium and France. None of 
them is for research in the scientific sense, and there is no statisti- 
cal checking of results, no careful control of conditions. 

■The schools are like all those described in this report — like most 
experimental schools in Europe and America— in* that „ they are 
simply new ideas put into practice by teachers who believe in them 
and judged as to their results by these same teachers. The spread 
of the ideas, of course, depends on these teachers convincing others 
and especially those who visit the classes cbnducted along new lines. 
The idea spreads by conversion rather than by scientific proof of ‘ 
ite validity. ’ . 

But the Verstichschulen, or research schools and classes, differ from 
other experimental schools in that they are established by a city or 
other govemmenUI division with the deliberate intention of stimu- 
Wing experimentation and progress in the city. They are seriously 
opMjdered by ooftservative teache^ since official sanction. < 
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Hnd therefore their influence is considerable. They give an oppin^’' 
tunity to the head of a ^stem of schools to try out ideas on a small 
enough scale to be closely watched and carefully revised before put- 
ting them into general practice. 

In Prague there are four classrooms in three different schools 
set aside as experimental classes. The teachers of these classes are 
freed from the usual restrictions of the centralized, autocratic sys- 
tem which still remains from the days of Austria’s domination. 

They work out their own plans, submit them to -the minister of 
, education for approval, and then proceed to put them into practice. 

Apparently they have not advanced very far in really progressive 
education, but they have put into practice some current educational 
ideas which are somewhat in advance of the traditional methods. 
They include handwork (that never failing panacea), they allow the 
children more freedom,''and they teach number work objectively.- 

In France there are no tnie “ Versuchschulen,” but Cousinet, a 
district inspector with about 160 schools under his supervision, has 
introduced a yiethod of group instruction in three or four schools 
which might be considered as analogous to the “Versuchschulen.” 

Similarly, Raymond Buyse’s introduction of Decroly’s methods in 
a number of schools in the St. Gilles district of Brussels serves 
much the same purpose as do the Versuchschulen of Grermany, 
Buyse is a friend and follower of Decroly and is inspector for this 
large district in Brussels. Instead of one or two schools becoming 
complete Versuchschulen for experimenting with Decroly’s materials 
and methods, he intrusts this work td one or two teachers in each of 
as many schools as possible. He feels that this is much more effective 
as a means of testing and spreading the method. He not only gets a 
wider variety of children and conditions for the experiment, but he 
also brings the experiment withifi close touch of a large number of 
schools. It is better to have one teacher in each school talking 
daily with her colleagues, hearing and meeting their criticisms, shar- 
ing the results^with them, than to have teachers from all parts of the 
district visit a single school. . 

Perhaps if the method were less fully developed than Decroly’a ' 
there would be a loss in scattering the experiment through a number 
of schools. In its first stages of development all workers on a given 
experiment should be in close and constant touch with each other, 
and should be free from the criticism of others. There is danger of 
prejudicing conservative teachers if one lets them see too many of the 
mistakes necessarily made in the beginning of an experiment. But 
Deeroly’s method has been worked out fully and carefully by him in 
his school for subnormal children in Uccles and his private school for 
normal children in Brussds. The experimentation which Buyse and 
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his teachers are doing is simply for the adapting of the method to 
public-school classes. Otherwise, the Decroly classes in Bru^ls are 
demonstration classes rather than experimental. For such classes 
there is no doubt as to the great gain in distributing them among as 
.many schools as possible, as Buyse has done. 

In whichever form the Versuchschule idea functions, whether as 
an ej^ri mental school or as experimental classes^ it is a hopeful 
thing in the public educational system of countries' whose progress is 
impeded by overcentralization, as in Czechoslovakia, France, and 
Belgium, and likewise in the locally centralized city school ^sterns * 
of educationally freer countries like Germany. 
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